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Exploring the Habitus for Educational Inclusion in the Lebanese 
Context 
 
 
Lara S. Andary 
 
Abstract 
 
Exploring the Habitus for Educational Inclusion in the Lebanese Context is a 
study based on Bourdieu’s general social theory, built around the concepts of 
“habitus”, “capital”, and “field”, and Bronfenbrenner’s ecological theory. The 
inclusive habitus of two private schools are explored against the backdrop of 
marginalization of the disabled children in the broad educational system in Lebanon. 
One school has a declared policy of inclusion, while the other does not but 
accommodates the needs of mildly disabled children (MDC). The study investigates 
whether changing the habitus through a process of participation and cooperation 
amongst parents, teachers and school administration serves the inclusion of mildly 
disabled children (MDC), and whether teachers’ training matters. The study adopted 
a qualitative approach to answer the question to what extent are the targeted schools 
and their habitus supportive of the learning of MDC? Teachers, academic support 
teams, principals of grades 2 and 3 were interviewed; and parents of the same grade 
levels were asked to answer a questionnaire prepared by the researcher based on the 
literature review. The significant results were that to serve the process of inclusion of 
MDC in regular classrooms, the habitus/ecology needs to change. Teachers’ training 
was found to be an important factor that can either lead to the success or failure of 
inclusion as it influences the environment within their classroom. The acquisition of 
capital, be it linguistic, economic, social, or cultural, can play a pivotal role in the 
future development of the educational system and in transforming the two schools 
into successful inclusive environments. This study provides the ground work on 
which future research can be conducted to deepen the understanding of the 
interaction of habitus with inclusive education in Lebanon. 
 
Keywords: Bourdieu, Bronfenbrenner’s ecology, Inclusion, Habitus, Mild Disability, 
Teacher Training. 
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CHAPTER ONE 
INTRODUCTION 
1.1- Overview 
The inclusion of mildly disabled children (MDC) in mainstream classrooms 
has been shown to be pivotal for the success of students when supported by parental 
involvement (Bronfenbrenner, 1974; Bennet, Deluca &Bruns, 1997; Kim, 2011). 
Bricker (1995) considers three factors to be important for putting the theory of 
inclusion into practice: 1. Attitudes, such as views about inclusion, 2. Resources that 
include support of specialists, and 3. Curricula intended to promote interaction with 
other students. With the increased implementation of inclusive education in recent 
years, Kim (2011) emphasizes the need to have programs for pre-service teachers 
that transform traditional general and special education programs. Attitudes, 
resources, curricula and a qualified staff to meet the needs of disabled students are 
necessary but not sufficient conditions for successful inclusion outcomes. It is the 
existence/creation of a learning environment as Bourdieu (1991) or Bronfenbrenner 
(1974) state, habitus and ecology respectively, that would bring about a broader 
developmental, behavioral and emotional outcome. Habitus refers to the set of values 
and structure of living that evolves in the history and memory of a social group. 
Ecology reflects the evolution in the spectrum of environmental systems described 
by Bronfenbrenner that impact child’s development starting with the micro system 
consisting of family, school, peers to the large cultural context and socio-historical 
events that shape a child’s developmental experiences. 
This study investigates whether the changing of habitus through a process of 
participation and cooperation amongst parents, teachers, and school administration 
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serves the inclusion process of MDC into mainstream classrooms in Lebanon. This 
study also looks at the level of training received by teachers in these schools, level of 
their qualification and their commitment to inclusion. A qualitative approach was 
used to compare the process of inclusion in two private schools. In one of them 
inclusion has been implemented while the second school admits some cases of MDC 
without openly implementing the practice of inclusion. 
The present study is premised on the idea that disabled children are generally 
ignored, excluded, and marginalized in the educational habitus in Lebanon. Law 220 
for “the Rights of the Disabled” issued in the official Gazette on June 8, 2000 
accords people with disabilities equal rights as other Lebanese citizens (Mansour, 
2001). It confirms the rights of the disabled to having equal access to education, 
employment, health, public transport as well as to other services and facilities 
(articles 45 to 48) (Appendix 1). While the law recognizes the right of disabled 
people to have access to education at all educational institutions (articles 59 & 60), 
the public sector is void of an established mechanism to ensure that the system has 
the tools and the means to implement these rights (Mansour, 2001). 
Law 220 provides guarantees to disabled children and incorporates principles 
of inclusive education and affirmative action. However, only a handful of private 
schools (twenty schools) have allowed entry to children with disabilities (Arab 
Resource Collective Report, 2007). As such it is evident that the majority of disabled 
children are not served (Peters, 2009). Other studies such as that of the Lebanese 
Sitting Handicap Association provide further evidence that disabled children are not 
served: the rates of illiteracy for people with disabilities were found to be as high as 
80 % back in the 1990s (Lakkis, 1997). More recent evidence corroborates these 
results and concludes that Lebanon is not as developed as other Arab countries in 
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providing inclusive education (ElZein, 2009). UNESCO’s Education For All (EFA) 
project (2009) notes that “looking at education through an inclusive lens implies a 
shift from seeing the child as a problem to seeing the education system as the 
problem” (UNESCO, 2009, p. 14).The National Social Development Strategy of 
Lebanon (2012) addresses the need to foster “social inclusion through promoting 
equity, ensuring a decent standard of living and providing equitable access to the 
most important assets in society” (NSDSL, 2012, p. 3). However, childhood 
education in Lebanon does not address this need for social inclusion and continues 
instead, to be largely centered on a child’s individual development. This child 
centered approach means that a child’s success in school depends on individual 
maturity and/or on his/her intellectual and social skills.     
Law (220) does not, however, provide a clear-cut definition of disability or 
that of inclusion. Irrespective of the definition, in a UNDP survey (1990), though 
outdated, an alarming estimate of the disabled in Lebanon in general was reported at 
10% of the population in 1990. This high incidence of the disabled in Lebanon is 
directly related to successive rounds of violence that have taken place since 1975. 
The UNDP (1990) estimates that for every child killed in war, at least three are 
injured and are permanently disabled. Such disability is further aggravated by war-
inflicted poverty, which is associated with malnutrition, and deterioration in the 
provision of basic health services. Richman (1995) observes that in countries 
experiencing conflict malnutrition increases; this adversely affects children’s 
cognitive development. Lebanon was a signatory of the 2007 Convention on the 
Rights of Persons with Disabilities which establishes guidelines for educating 
disabled children and youth (Peters, 2009).   
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The definition of inclusion adopted for the purpose of this study is a variant 
of that given by Odom et al., (1996), namely the “active participation of young 
children with disabilities and typically developing children in the same classroom” 
without specifying the level of disability (p. 13).  However, in our study we identify 
the level to be that of mild disability. Our definition thus specifically targets 
inclusion of the mildly disabled. More broadly, it uses the term inclusion to 
encompass the participation “of young children with disabilities in settings outside 
the school system such as the community, families, events and rituals” (Odom et al., 
1996, p. 13).  
A mild disability, according to this study, can be physical or mental, such as 
ADD (Attention Deficit Disorder), ADHD (Attention Deficit Hyper Activity 
Disorder), mild cases of Autism, Deaf-Blindness, Developmental Delay, and Hearing 
Impairment etc... It is a state of disability that may delay, but does not impair a 
child’s capacity to learn.  Exclusion and marginalization of disabled children 
happens to be the status quo of the habitus in Lebanon. However, there exist some 
isolated attempts at inclusion, as well as growing recognition and awareness of its 
positive impact on children’s development. The question to be addressed throughout 
this study is: to what extent are the targeted schools and their habitus supportive of 
the learning of MDC?  
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CHAPTER TWO 
LITERATURE REVIEW 
 
This study derives its theoretical construct from Bourdieu’s general social 
theory (1991), and Bronfenbrenner’s more specific ecological theory of human 
development which emphasizes strategies for parental early childhood involvement, 
and his expanded theory for the study of children with disabilities (Bronfenbrenner, 
1979; 1992).   
 
2.1- Bourdieu’s Theory 
Bourdieu’s social theory is built around concepts of “habitus”, “capital”, and 
“field” specifically and cultural capital, and linguistic capital (Bourdieu, 1991)”. 
“Habitus”, as explained in the introduction, is the set of values and lifestyle 
accumulated during the history of a social group and is defined by DiGiorgio to be 
how an individual is supposed to behave, think and feel (DiGiorgio, 2009, p.181). A 
first reading of Bourdieu’s theory, it seems to neglect the possibility of change. 
DiGiorgio (2009), however, confirms that “allowance in habitus for ‘rational choice’ 
rather than subconscious acceptance of the status quo does apply to the situation of 
inclusion… As a result of the changes in power relationships between participants 
that inclusion brings, people who were previously considered disabled and deficient 
are now, at least officially, determined to be equal and entitled to the same access to 
services as anyone else (p. 181). Changing the social status quo is, however, possible 
when individuals or groups acquire economic and/or social capital. Inclusion also 
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disrupts this social status quo; people previously considered disabled and deficient 
are now accepted to be equal and deserving the same access to educational services 
as anyone else. This change will affect the established social order of the school and 
will create a new one that may bring into question other educational and social 
priorities in school (DiGiorgio, 2009).  
The concept of field relates to education, media, law and home. In the field of 
education, the values of inclusion for example may be placed on equal footing with 
those of academic achievement and competition between schools (Avramidas, 
Bayliss, & Burden, 2002).  
As for capital, it is important to determine the form of capital to be acquired 
to effect change. Economic and social capital is considered to be the sources of 
change. Economic capital provides society with the economic means to effect 
change. Social inequalities are a function of the struggle among individuals, classes, 
and societies (Ӧztürk, 2005). These inequalities are legitimized by higher educational 
credentials attained by higher-class students than those acquired by lower-class 
students (Sullivan, 2002). According to Sullivan (2002), Bourdieu’s concept of 
social capital “means that the education system has a key role in maintaining the 
status quo… lower class individuals who succeed in their education, will become 
part of the system and will strengthen it rather than challenge it” (Sullivan, 2002, p. 
145).  
Bourdieu explores two other interrelated concepts: Cultural and Linguistic 
capital. The relationship is likely to run as follows: people in possession of cultural 
and linguistic capital are more likely to possess economic and social capital. These 
two concepts are explored in greater detail to enable us to integrate them in our 
assessment of inclusion.  
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Bourdieu’s perception of cultural reproduction is based on class inequalities. 
People who have acquired cultural capital and are of higher-class habitus are likely 
to be more successful. Lower class pupils do not belong to the same habitus and have 
not attained this cultural capital, will inevitably fail (Sullivan, 2002, p. 144). 
According to Bourdieu then, educational attainment is explained by class 
inequalities.  
In his interpretation of language and its symbolic power, Bourdieu considers 
there is a direct relation between linguistic competencies and what he calls “socially 
classified productive capacities” (Bourdieu, 1991, p. 503). He states: 
“by virtue of the languages spoken, the speakers who use them and the 
groups defined by possession of the corresponding competence, the whole social 
structure is present in each interaction (and thereby in the discourse uttered). That is 
what is ignored by the interactionist perspective, which treats interaction as a closed 
world, forgetting that what happens between two persons - between an employer an 
employee or, in a colonial situation, between a French speaker and an Arabic speaker 
or, in the post-colonial situation, between two members of the formerly colonized 
nations, one Arabic-speaking, one French-speaking… derives its particular form 
from the objective relation between the corresponding languages or usages, that is, 
between the groups who speak those languages” (Bourdieu, 1991, p. 503). 
He recalls the story of a Béarnaise peasant who won the elections to become 
mayor of his village but said that he had not dreamt of becoming mayor because “he 
did not know how to speak” French, the language of the colonialist heritage which 
would have qualified him to attain a higher position in the social hierarchy by dent of 
having attained “cultural capital” (Bourdieu, 1991, p. 504).  This interpretation has 
its parallel in the language competencies in Lebanon where those who speak perfect 
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French or perfect English, are recognized as being in possession of cultural capital 
and invariably possess economic capital and social capital. 
Bourdieu (1991) conceives language to have a social role. Linguistic 
exchange and discourse does not depend only on content but also on form. Language 
exists in a form that is not only grammatically correct but to be effective within the 
context of production and circulation, it has to be “above all, socially acceptable, i.e., 
heard and believed” (Bourdieu, 1991, p.506). The linguistic exchange in Bourdieu’s 
(1989) terminology is not a simple means of communication; it is an economic 
exchange. He describes this exchange using economic terminology such as power, 
production, capital, consumer, market, profit, and price (Bourdieu, 1989).  
The legitimate language is the outcome of along historical process sometimes 
involving colonial conflicts, as a result of which a particular language dominates. In 
the Lebanese context French emerges as a dominant language, without eliminating 
Arabic or English. Therefore, through legitimate language, upper classes exercise 
their social competence, their social power and use language as a means of imposing 
their authority instead of communicating. This legitimate language plays a pivotal 
role in the development of the educational system and the school becomes the 
principal means of entry to the labor market. In other words, linguistic capital can be 
distributed unequally. 
His concept of power relates to capital. By acquiring capital, one acquires 
power. His concepts of economic, social and cultural capital are means of production 
of power (Ӧztürk, 2005). Ӧztürk (2005) explains Bourdieu’s interpretation of capital 
as a form of power by stating that: “power is the chance to enforce ones will even 
against the resistance of others… [it involves domination and differential 
distribution]” (Ӧztürk, 2005, p. 257). People who possess power in a society control 
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discourse, i.e. the symbols of power. Bourdieu (1989) explains: “… symbolic power 
has to be based on the possession of symbolic capital. The power to impose a vision 
upon other minds, old or new, of social divisions depends on the social authority 
acquired in previous struggles” (p.23).  
According to this theory a vicious circle is created by the fact that individuals 
and groups in society are limited by peculiar social structures, and they continue to 
reinforce them due to societal pressure to conform. The connections between child, 
school, and parents are, therefore, intended to start a dynamic process of change that 
may impact Bourdieu’s prevalent vicious circle of the social structure. This process 
may contribute to the creation of an inclusive educational habitus. Second, once the 
circle is broken and a new order prevails in society, educators can proceed to assess 
issues of classifying the disabled, i.e. who fits into what type of inclusion (mild to 
severe cases). Third, environmental considerations and further resources need to be 
accounted for within the process of inclusion to support children with special needs 
(DiGiorgio, 2009).  
 
2.2- Bronfenbrenner’s Theory 
Bronfenbrenner’s (1992) expanded paradigm provides a tool to “understand 
the multiple systems of interaction influencing children’s educational outcomes” 
(Sontag, 1996, p. 320). His ecological model considers child development to be a 
joint function of multiple environmental influences. He defines development as “the 
set of processes through which properties of the person [P] and the environment [E] 
interact to produce constancy and change in the characteristics of the person over the 
life course” (Bronfenbrenner, 1992, p. 191). Interactions therefore according to 
Bronfenbrenner’s bio-ecological model (1994) do not include only exchanges 
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between students and teachers, between children and parents, but also exchanges that 
occur in the hierarchical social structure that includes home, school and 
neighborhoods that impact the child’s development.  
 
2.3- Bronfenbrenner’s Studies   
Bronfenbrenner (2005) studied factors that contributed to behavioral 
problems in youth. His solution to these behavioral problems is based on two parts: 
the first is to involve adults directly in a child’s life and to prize him/her away from 
school warehousing, which shapes the child’s mind away from his/her habitus; 
secondly, it is to involve youth in problem solving.  
The circles of influence that became the guiding principles of ecological 
models of education include caring parents, supportive teachers and positive peers. 
Ideally, children should be reared in harmonious ecologies where the family, school 
and peer group all work together to provide positive support and create a healthy 
ecology (Bronfenbrenner, 2005). Further, this ecology consists of a family bonded to 
caregivers at school with supportive teachers and peers, with peer acceptance. The 
family creates positive discipline, the school supports academic success and peers 
help create pro-social values. This is because he believes that behavior cannot be 
conducted in isolation; it is a “reciprocal transaction” (Bronfenbrenner, 2005). An 
example of his theory of reciprocal transaction is seen in practice within the Head 
Start program in the US.  
Bronfenbrenner (1996), recognized for his co-founding role of the U.S. Head 
Start program, bases the pre-school inclusion framework on his ecological systems 
for examining processes that support the implementation of inclusion for pre-school 
children. Lee et al., (1990) suggested that “Head Start worked best for students who 
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needed it most (i.e., those initially the most socially and cognitively disadvantaged)” 
(p. 497). Children who have had Head Start preschool experience maintained 
educational gains in general, but “not as large as those found immediately following 
the Head Start intervention” (Lee at al., 1990, p. 495). The diminution of effects over 
time was “reduced but not reversed” …reflecting “differences in quality of 
subsequent schooling or home environment” (Lee at al., 1990, p. 495). Ziegler 
(1987) interprets this as follows: “We simply cannot inoculate children in one year 
against the ravages of a life of deprivation” (p. 258). This confirms that inclusion 
alone without working on Bronfenbrenner’s ecological systems is not sufficient. 
 
2.4- Bourdieu & Bronfenbrenner 
The “ecological” system explored by Bronfenbrenner is not dissimilar to 
Bourdieu’s habitus. Bourdieu’s dynamic process is intended to break up the vicious 
circle created by social structure, in this case by including the disabled children in 
mainstream classrooms. Inclusion presumes the existence of outside interventions, 
which make the disabled more acceptable and deserving of the same access to 
education (DiGiorgio, 2009). Bronfenbrenner considers that the physical attributes of 
the disabled child may place him at risk of disruptive non-normative interactions, 
which reflect negatively on the child and his development. Appropriate intervention, 
therefore, can change the relationships and provide protection for the child, leading 
to positive developmental outcomes (Bronfenbrenner, 1992, p. 220). Therefore in 
both systems, external interventions are needed to change the habitus for one and the 
ecology for the other. 
Bronfenbrenner’s research (1986) investigates the influence of external 
environments on human development. He argues that, “a child’s ability to learn to 
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read in the primary grades may depend no less on how he is taught than on the 
existence and nature of ties between the school and the home” (Bronfenbrenner, 
1979, p.51). Bronfenbrenner’s Ecological Systems approach investigates the role of 
the environment in child development: “To a greater extent than any other species 
human beings create the environments that shape the course of human development. 
Their actions influence the multiple physical and cultural tiers of ecology that shapes 
them and this agency makes human beings -for better or for worse- active producers 
of their own development” (Bronfenbrenner, 2005, p. xxvii). For Bronfenbrenner, 
this ecology that shapes human development is similar to Bourdieu’s cultural capital 
which is a function of social class, which makes it difficult for lower-class students 
to make it in the education system. Bourdieu claims that: “…the education system 
demands of everyone alike that they have what it does not give. This consists mainly 
of linguistic and cultural competence and that relationship of familiarity with culture 
which can only be produced by family upbringing when it transmits the dominant 
culture” (Bourdieu, 1977, p. 494). Bronfenbrenner, founder of Head Start, 
emphasizes social background as a key element in educational attainment. Children 
from lower social groups benefit in the early phases of education but do not have the 
ecological (habitus for Bourdieu) social support. Finally, both Bourdieu and 
Bronfenbrenner share the notion of discreet actions (i.e. actions particular to the 
individual) which initiate the process of shaping equitable educational attainment 
(Bourdieu, 1989; Bronfenbrenner, 1979).  
 
2.5- Lebanon’s Case   
Studies of inclusion of the disabled in educational systems such as 
Lebanon’s, confirm that the social structure in Lebanon, as in any other social 
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context, fits well into Bourdieu’s theory and Bronfenbrenner’s social ecology. In 
Lebanon, disadvantage inherent in society’s view of things such as class, gender, 
and/or disability are part of one’s “habitus”. 
An example of affirmative action by government in Lebanon to use economic 
capital is not only its budgetary expenditure, but could also take the form of ensuring 
the rights of people with disability to employment such as its action requiring a 3% 
employment rate of people with disabilities (Ministry of Education and Higher 
Education, 2011). Social and cultural capital are other sources of change. It would 
involve change of social attitudes towards the disabled, which needs efforts on the 
educational system at large. At home parents with cultural capital, are differentially 
aware of the rights of access to schools in terms, for example, of special needs. These 
parents who are well-versed in the rights of children use their language, and quite 
possibly, their economic capital to ensure that their children receive due services. 
Parents with less capital, who may be female single parents, poor or disabled 
themselves, may have little access to the school and feel less welcomed by it. Media 
affects the image of the school in the public. The interaction between these fields is 
important to understand the dynamics of inclusion. 
Changing social status quo by disruption does not therefore specifically occur 
by inclusion without the support of the other types of capital, language & culture, or 
the field of education. It rather occurs through change of a combination of these 
concepts which form the habitus. The latter is reflective of the interactions of 
Bronfenbrenner’s persons with the environment to form his social ecology.  
From Bourdieu’s perspective, it is clear that to move forward on the inclusion 
front there is need to change habitus in various fields using capital of different sorts. 
Even if we have effected the desired change in social-cum-cultural behavior for 
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inclusion we still need to guarantee its academic success. For inclusion to work, the 
special needs student should be monitored and assessed to determine whether the 
student is eligible to be included in a regular classroom. Ryan (1994) considers the 
“ideal” inclusion student to be “one who is progressing according to his/her 
Individual Education Plan, is not adversely affected by being in the regular 
classroom, and does not hinder other students as they learn together. A special 
education student who does not meet these criteria may need to receive most or all of 
his/her instruction from the special educator” (p.262). 
Evidence from surveys conducted in Lebanon suggests a condition of exclusion of 
children with disabilities rather than inclusion. Boukhari (1997) states that in a 
Lebanese cultural context, “the birth of a disabled child is seen by many as not only a 
misfortune, but as shameful and embarrassing” (Boukhari, 1997, p. 37). Peters 
(2009) conducted a review of people with disabilities in Syria, Lebanon and Jordan. 
She found that few of the children with disabilities have access to education, and that 
marginalization and exclusion needs to be addressed not only from the perspective of 
poverty, but also from negative social attitudes underlying cultural traditions. The 
Arab Resource Collective (2007) refers to findings of the 2006 National Inclusion 
Project which notes that the “majority of children with disabilities are in special care 
institutions and private schools have a policy of automatically eliminating students 
with disabilities” (Wehbi (b), 2007, p. 14).    
Disabled children have to be classified according to specific inclusion criteria 
if they are to be appropriately integrated and included in the general education 
system. People with disabilities are not a homogeneous breed. They are diverse with 
diversity ranging from mental impairment to physical impairment, such as deafness 
or blindness. The definition should identify “disability ranges” from children with 
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mild moderate to severe disabilities. Under mild moderate, Rafferty and colleagues 
(2001) include children with speech or orthopedic impairment. Severe cases need 
one-on-one coaching, which can be done through exclusion to avoid diverting a 
regular classroom teaching resource away from normal children, without neglecting 
partial inclusion.  
 Shakespeare (2009, as cited in Croft, 2010) argues “people are disabled by 
society and by their bodies” (p. 186). Bourdieu’s theory builds on this view. Society 
can influence change in a school. Teachers can determine the environment and 
events that take place in their classrooms. Parents can also give their children their 
language, culture and economic capital which can affect the way they approach 
education in a school, as well as the way they are treated (DiGiorgio, 2009).  
Members/stakeholders can change the rules of habitus of the school, for 
example by focusing on inclusion of students with disabilities. Instead of working on 
changing the social “superstructure”, a task which appears to be very difficult to 
achieve, we need to advocate a bottom-up approach: work on reaching out to the 
disabled youth using the dynamics of teacher-parent-children-school authority 
approach. These dynamics should shake preconceived negative notions held in 
societies such as those of Lebanon. In Lebanon, a study conducted by UNESCO 
experts in 1999 estimated that there exist about 310,118 children in need of special 
education (McBride, Dirani, &Mukalid, 1999). Another study found that there is 
limited openness to the idea of inclusion, and that the qualifications of the teaching 
staff are inadequate (Brousse-Chamachian, Murphy, Makarem, &Marji, 2009). 
Wehbi (2006) conducted a study to survey the environment surrounding disabled 
people in Lebanon, and established deficient awareness of the rights and experiences 
of disabled people. Lakkis & Thomas (2003) report on a study by LPHU conducted 
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with 200 graduates of special care institutions, which found that about 50% of these 
graduates were not promoted from primary schools. This compares with the national 
average promotion rate in 1999 of 87.7% (CRDP, 1999).The illiteracy rates of the 
younger graduates of the sample (age 14to 26) were 23 %. This compared to 3.7 % 
for the general population aged 15 to 23 (CRDP, 1999).   
 
2.6- Inclusion 
Downing & Peckham-Hardin (2007) conducted a study to determine what 
stakeholders (parents, teachers, and para-educators) considered a good educational 
program for students with moderate-severe disabilities following inclusion. Findings 
revealed benefits of inclusive education for all students, and highlighted goals for 
future development to insure a quality inclusive education can be put in place. These 
benefits include academic and social success, which all participants felt was 
achieved. However, they felt that some students were more successful than others. 
Another benefit is that students without disabilities also benefited from inclusive 
learning, in that they became more tolerant of difference, more compassionate for 
others where they learned while helping others, and acquired special and unique 
skills (Downing & Peckham-Hardin, 2007). The majority of participants felt that 
disabled children should get exposure to other children, and to core curriculum. 
However, modification and individualization of curricula and instructional support 
were considered by nearly all participants to be relevant. Inclusive teaching was 
considered not to be possible unless it is conducted by “well-trained highly skilled 
and knowledgeable staff” (Downing & Peckham-Hardin, 2007, p. 24).  
Other studies suggest the need for university education of teachers to prepare 
students for inclusive practice. Shippen, Crites, Houchins, Ramsey, and Simon, 
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(2005) examined the acceptance by graduate and undergraduate students of inclusive 
practice, and found that they had lower anxiety and lower hostility towards disabled 
children in a regular education setting. Further, Campbell, Gilmore, and Cuskelly 
(2003) surveyed 274 pre-service teacher education students who took a course on 
children with Down syndrome (DS). They compared their views before and after 
completion of the course. Post-tests indicated positive views about interacting with a 
child with DS. Several studies on inclusion in Turkey emphasize the role of teachers. 
Türkoğlu (2007) considers the teacher to be the most important factor in inclusion. 
Gözün&Yikmiş (2004) maintained that negative attitudes of teachers could be 
changed if they attend in-service training and pre-service education, if they graduate 
without having attended courses for special education. 
A final theme was collaboration and teaming. Teachers considered including 
families to be important in the planning process as well as in homework.
 
2.7- Teacher Training 
Another important factor that needs to be addressed in this study is teachers 
training for successful inclusion. Questions that have to be addressed include 
whether the qualified teachers, who are likely to have embraced the values of 
inclusion recently, can operate successful inclusion. After all without having 
qualified staff, it is unlikely to perceive an environment, i.e. Bourdieu’s habitus and 
Bronfenbrenner’s ecology to adapt to inclusive education. In Bronfenbrenner’s 
ecology (1992), the classroom teacher is placed at the center of the ecosystem; s/he is 
central to shaping inclusion (Figure 1.1); whereas political issues, government 
structures, cultural values, and economic factors form the external envelope of this 
ecology. Existing literature identifies lack of or insufficient teacher training as an 
 18 
 
obstacle in successful inclusion for children with (Forlin, Hattie, & Douglas, 1996; 
Johnstone, 2005; Sruggs and Mastropieri, 1996; Wong, Pearson, Ip & Lo, 1999). By 
comparison, qualitative research is extremely limited, if at all, on this aspect within 
the Lebanese context. 
 
Figure 1.1: Ecosystem Framework 
Adapted from “An ecosystem approach for understanding inclusive education: An 
Indian case study,” by Singal N., 2006, European Journal of Psychology of 
Education, 21, 239-252. 
 
 
 
Children with disabilities have not been given sufficient attention by the educational 
system. They have even been prevented from being included in this system despite 
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the passing of law 220. Wehbi’s (2006) study indicated that Lebanon is short on 
qualified educators.  
Inclusive teaching has become one new area of teacher preparation since the 
Salamanca Statement (UNESCO, 1994, quoted in Forlin, Loreman, Sharma, & Earle, 
2009). It calls for a shift from segregated classroom to inclusive education. Teachers 
have been found everywhere to be insufficiently trained, to effectively include 
children with disabilities. In Lebanon, teachers are unlikely to be trained at all. 
Experiences since the Salamanca Statement abound and can be used by Lebanon’s 
education authorities to learn from. The National Social Development Strategy of 
Lebanon Report (2011) emphasizes the lack of coordination between the pre-service 
and in-service training offered to teachers. It stresses the fact that the low level of 
student achievement in public schools goes back to the insufficient qualification of 
the teachers. In many of the public schools the teacher/student ratio is considered to 
be very low: “just over a quarter of the teachers…. (26.9%) have the basic 
qualifications and training” in the 882 KGs in the Lebanese public sector (National 
Social Development Strategy of Lebanon Report, 2011, p.48). The public education 
system suffers from the absence of a mechanism to evaluate and upgrade the 
performance of its teachers. 
Various country examples highlight the existence of an evaluation system of 
teacher performance. For example, in USA’s eight of the nine Northeast and Islands 
jurisdictions, general education teachers were required as of February 2010 to 
complete coursework on serving students with disabilities to obtain initial 
certification or licensure. In one, New Hampshire, its programs are being developed 
to instruct education teachers to understand how approaches to learning differ for 
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special education students, how to differentiate instruction and how to implement 
legal requirements accordingly (REL, 2010). 
The significance of training is also evidenced in Forlin et al., study (2009): 
results reported in this study confirm that when pre-service teachers had received 
prior training, their attitudes and sentiments were significantly positive, and their 
concerns significantly less than their colleagues with no prior training. Training had 
a significantly more positive effect on the younger group (up or equal to 29 years), 
than the older group (≥ 30 years) whose sentiments showed little improvement. 
Gender differences were apparent for attitudes towards inclusion. Both groups’ 
attitudes improved following training, but the improvement “was significantly 
noticeable for the males whose attitudes started more negative but ended up more 
positive than females” (Forlin et al., 2009, p.203).  In Lebanon’s public schools, the 
average age of tenured teachers is 58 years; these represent 71% of total public 
schools’ teaching workforce or 27114 teachers. The remaining 29%, or 11192 are 
contract based teachers whose average age is much lower but not known by virtue of 
the nature of contracting which does not afford stability to contractual teachers 
(MEHE, 2010). If we extend findings of Forlin et al., (2009) to countries such as 
Lebanon, the older teachers may prove to be less likely to change their sentiments 
about people with disability and to be less responsive to inclusion.  
Another significant finding from Forlin’s et al., (2009) is that the group of 
teachers who held a post-graduate degree was significantly less positive and 
displayed the lowest level of improvement following training. The younger pre-
service teachers proved to be more likely to change their sentiments about people 
with disability. Paris (1993) considers health-care professionals who have regular 
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exposure to disabled people with physical impairment to have positive attitudes 
towards them.  
 
2.8 - Parental Involvement 
Parental involvement (PI) is defined as “parent teacher cooperation on 
children’s learning” (Uludag, 2006, p. 809), and as being that of a supportive home-
environment that has been found to be more relevant than factors such as “the 
family’s income, education level, or educational background” (Bockhorst-Heng, 
2008, p.40). Bockhorst-Heng’s (2008) research suggests the effects of PI to include 
higher achievement scores in all subjects. 
According to Winnick (2000), the call for inclusion has been supported by 
parents who consider that separate education is not an equal education. The concept 
of PI considers parents to be experts of their own children. They understand the 
capabilities of their children and using parental skills they can reinforce academic 
and professional skills, for parents can also be effective teachers of their own 
children (Hardman, Drew, and Egan, 1999; UNESCO, 2002). PI in the school 
empowers both parents and children. By partnering with teachers, they can effect 
change in attitudes towards students with disabilities both in the school and in 
society (Chakuchichi, Chimedza, Chiinze, & Kaputa, 2003). PI in inclusive 
education also helps protect the student against stereotyping of cultural behavioral 
difference (Ashman, 2002).  
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CHAPTER THREE 
PROPOSAL SOLUTION / METHODOLOGY 
 
3.1- Sample 
Two schools were non-randomly selected through purposive sampling; this 
was done for purpose of comparing the implementation of inclusion between 2 
schools with different approaches to inclusion. Both schools are in the Ras Beirut 
area, in an affluent part of the city. One of the schools (school A) does not have a 
declared policy of inclusion; however it does not exclude mildly disabled children 
and is accommodating of their needs. The second (school B) is proclaimed on the 
school’s website to be “specialized” in including mildly disabled students and has a 
declared policy of accommodating their needs. 
The families are mainly from middle to upper socio-economic backgrounds, 
that reflects the neighboring socio-economic environment. The schools are secular. 
Participants included parents and teachers of all 2
nd
 and 3
rd
 grade students within the 
2 schools to ensure the largest possible number of participants and response. The 
reason for having selected2
nd
 and 3
rd
 grades is that they constitute the point at which 
mildly disabled students can be better identified. This selection of the two grades was 
a decision taken independently by each school. 
Questionnaires were distributed to all parties involved: for parents, the 
questions revolved around their perceptions of the educational system in Lebanon, 
their understanding of mild disability and their social attitude to children with mild 
disability, their stance on accepting children with mild disability in regular 
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classrooms and their support to inclusion. For teachers, the questions were intended 
to assess their knowledge and training on caring for children with mild disability and 
to assess their interaction with parents in implementing inclusion. For counselors, the 
questions were intended to learn about their training in this area, and to understand 
how they support teachers and benefit from parental intervention. For the Academic 
Support Team, the questions were to learn about their training and also to learn about 
the support they provide for teachers, parents and students with mild disability. The 
coordinator questionnaire was about the school policy of inclusion and whether the 
school provides necessary tools for teachers, and their interaction with parents. 
Finally the questionnaires for the school principal were intended to understand the 
extend of school support to inclusive setting, and whether the school environment 
promotes inclusion.  
The sample for this study consisted of two heads/deputy heads (N=2) of 
elementary school/ early years. A total of 14 teachers between the 2 schools were 
interviewed: seven teachers (N=7) from Grade 2 and seven teachers (N=7) from 
Grade 3. The heads, deputy heads, and teachers’ degrees ranged from a minimum of 
BA degree in Education to Master and PhD, or a teaching diploma. The average age 
range of the school staff is between 24 to 60 years old. The minimum number of 
years of experience of the school staff is two years. The academic support team and 
counselors were a total of 9 from each school (N=9) who were interviewed, in 
addition to one coordinator for special education (N=1) from School B. The total 
number of participating parents of undifferentiated 2
nd
& 3
rd
grade students were 
(N=60) with children who are regular or disabled received a questionnaire 
(Appendix 2 &3).  
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3.2- Procedures 
 The researcher contacted the Director/Deputy Director of both schools to 
obtain consent. Consent was obtained from the principals of elementary school as 
well as that of parents. Parents received a letter informing them about the purpose of 
this research. Once consent was obtained, questionnaires were distributed to parents. 
The purpose for sending the questionnaires to parents was to reach out to a broad 
sample. Parents were asked to fill a detailed questionnaire that was sent in two 
versions, English (Appendix 2) and Arabic (Appendix 3). The reason for both 
languages is to account for parents whose native language is either English or 
Arabic. Classroom teachers were asked to send the questionnaire home with the 
students in an enclosed envelope, along with a letter (Appendix 4) explaining the 
purpose of the questionnaire and to ensure confidentiality.  
 Parents who volunteered to participate in the study were asked to fill out the 
questionnaires and return them to the classroom teacher within a week of 
administering the questionnaires. This allowed them sufficient time to think carefully 
about the questions, without the influence of the researcher; in the instance that 
questionnaires were not returned within a week, a reminder was sent to submit the 
questionnaires. 
Teachers, school administrators and the academic support team were 
interviewed individually. The interviews were semi-structured. The average time for 
each interview was thirty minutes. The one-on-one interviews enabled the researcher 
to elaborate upon the answers and to gain broader insight into their experience and 
vision, and to set the responses in a comparative manner.  
The interviews took place at the school in an office or classroom based on the 
preference of the interviewees.  Following the interviews, the participants were 
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encouraged to put forward additional information they might think of, and send them 
via e-mail.  
All interviews were audio taped in order not to lose the essence of the 
conversation by focusing on writing the answers. The researcher was then able to 
interact with the interviewees and build on their answers for in-depth clarification. 
All interviews were later transcribed and analyzed by the interviewer.  
Informal observations were conducted in both schools over a period of one 
week in each. These observations helped the researcher gain insight about the 
classroom dynamics, the teaching approach and the school atmosphere.  
 
3.3- Instruments 
The questionnaire used for the current study is one created by the researcher 
and consists of survey questions and interviews. The questions have been compiled 
based on different literature such as UNESCO (2002), Wehbi (2006) on Inclusive 
Education and Parental Involvement in Lebanon, Preservice Teacher Training for 
Successful Inclusion by Jung (2007) and on teachers’ perception of inclusion by 
Scruggs & Mastropoeri (1996), school environment by Downing & Peckham-Hardin 
(2007), amongst others. Some of these questions include: “Do you mind having a 
mildly disabled child with your child in the same regular classroom? If yes, what 
kind of disabilities?” for the parents; “have you had pre-service training in the field 
of special education? If yes, was it helpful to your practice?” for the teachers; and for 
the school principal “Do you believe that your school environment promotes 
inclusion? If yes, why and how? If no, why?” 
Interviews were conducted with the respective principals (Appendix 5) in 
order to assess the level of commitment to inclusion and its effectiveness on 
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children’s achievement. The interviews were kept anonymous to build trust and 
encourage participation.  
The interviews for the school principals consisted of 16 questions as shown in 
appendix 4. Teachers (Appendix 6), counselors (Appendix 7), academic support 
team (Appendix 8) and coordinator (Appendix 9) were also interviewed since 
interviews allowed the researcher to elaborate and obtain clarifications that 
questionnaires might not have done so otherwise. Questions asked covered the range 
of inclusion experience that a school environment provides, starting with the school 
staff’s stance on including MDC’s in regular classes, to their pre and post service 
training and experience in the field, communication and collaboration with parents,  
school support etc. Teachers and counselors were encouraged to share with the 
researcher any additional information post interview by e-mail, or in arranged 
meetings.  
 
3.4- Validity 
In order to ensure validity, questionnaires were back translated from English-
Arabic-English. To do so, the questionnaires were administered to a group of 1
st
 
grade parents who volunteered to participate in the pilot phase; the only criterion was 
to include parents whose native language was either Arabic or English. As part of the 
overall study, this pilot phase was done to address any difficulty in understanding the 
instructions, to make sure the methodology of implementation was consistent and to 
check validity of the answers. First grade teachers were also asked to volunteer in the 
pilot study and were administered the teacher questionnaires. In each case, both 
teachers and parents reported that instructions and questions were clear and in turn, 
their answers targeted the questions accurately. 
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Furthermore, the multiple data sources will triangulate and thus corroborate 
evidence from different individuals i.e. parents, teachers, counselors and principals 
as well as the different types of data, including interviews and survey questions and 
the informal observation. This will ensure that the study will be accurate given that 
the information draws on multiple sources of information and individuals, 
confirming a report that is both accurate and credible (Creswell, 2009). 
 
3.5- Data Analysis 
The data collected were gathered and all interviews transcribed. The data 
analysis was done by hand, as opposed to computer analysis. The data was explored 
and coded to develop themes. These themes were identified as separate ideas based 
on the individual reporters, or revealed as being interconnected to portray the 
complexity of this phenomenon. Interpretive comments were concluded about 
inclusion and related to those in existing literature within the perspectives of 
Bourdieu and Bronfenbrenner. 
 
3.6- Assumptions 
Our first inquiry assumes that exclusion and marginalization of the mildly 
disabled children happens to be the status quo of the habitus in Lebanon. However, 
there exist some isolated attempts at inclusion, as much as growing recognition and 
awareness of its value. Changing social behavior that can spur the process of change 
is necessary, but is not sufficient on its own. The second inquiry is that in Lebanon, 
the lack of teacher training in the field of teaching disabled children, leads to 
exclusion of these kids, even if habitus has changed. 
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CHAPTER FOUR 
SOLUTION VALIDATION / FINDINGS 
 
4.1- Description of the Sample 
4.1.1- School Observation 
4.1.1.1- School Curriculum 
In both schools students are encouraged to make their own decisions and to 
develop a sense of independence; for example, students choose their own strategies 
when solving a math problem. They are given individual freedom but are expected to 
be socially responsible and to advocate citizenship, tolerance and respect. Both 
schools promote physical well-being. This is done through play and interaction with 
others and is supported by physical and health education classes. The curriculum for 
both schools focus on character building and on character education, whereby each 
month involves teaching the students different virtues such respect, tolerance, 
empathy, etc. These skills are incorporated within various routine activities and 
events such as read aloud, classroom activities, songs and assemblies. The general 
rules of behavior are introduced to students in both schools at the beginning of each 
year. Students are required to uphold a “dress code”: girls must have their stomachs 
covered, and shoes must be flat.  
School A: School A follows a child centered, constructivist and holistic approach. 
The curriculum is based on the American National Standards, and they follow the 
American Education Reaches Out (AERO) standards for math (office of overseas 
schools U.S department of State, 2013). The school offers the International 
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Baccalaureate, Lebanese Baccalaureate and the College Preparatory Diploma. School 
A perceives the teacher as a facilitator whose role is to promote the learning of the 
students. As such, the choice of activities is student centered for students to construct 
their own learning. During the observation week, the researcher observed how 
Mathematics and Science were being taught conceptually in this school; students 
were exploring the new concept and trying to build their own understanding through 
centers and the use of manipulative.  
Every class in the school had its own website. Teachers have their monthly 
news letters posted on ongoing events and updates in their classrooms. This is the 
new virtual form of communication between parents, children, and teachers.  
The school offers academic support to students who are at risk or for students 
who have been diagnosed with any form of mild disability. The aim of the support is 
to have students “fly on their own” in the shortest period of time. The students who 
need the support are either pulled out of class or joined by the academic support 
teacher in their classroom. This decision is made based on the child’s needs.  
School B: School B’s vision is similar to that of school A, in that they both aim to 
have lifelong learners. The school website mentions that it pursues a holistic 
approach. Holistic education refers to alternative education which emphasizes 
democratic and humanistic approaches (Forbes & Martin, 2004). Its mission is to 
cater for all students irrespective of their abilities or backgrounds, through a 
curriculum that caters for all students based on their needs and ability. All students 
are treated the same irrespective of their academic level since the school provides an 
Individualized Educational Plan (IEP), mandated by the Individuals with Disabilities 
Education Act (2002) in Canada and United Kingdom. Under the IEP, the education 
of each child with disability is tailored according to the child’s needs. School B 
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teachers provide students with an “after-school study Group” to help students 
improve in their areas of weakness. The teachers provide this service 5 days a weeks 
for an additional cost within the tuition. 
During the week of observations, mathematics was not being taught 
conceptually. The activities were teacher centered: the teacher modeled how to solve 
a story problem, and the students used their Math textbooks to solve the exercises. 
On the other hand, science was observed being taught with the use of technology; 
small laptops were used where information from textbooks was downloaded for 
students to follow up with the teacher.   
Support teachers provide their “push in”, a term used to describe the support 
they provide MDC students with, in and outside the classroom depending on the 
level of disability and on the students needs. Support teachers are at times, seen co-
teaching alongside the homeroom teacher, and at other times they act as shadow 
teachers for the students that need the support to teach them or to re-direct their 
focus. 
 
4.1.1.2- Physical Environment  
In both schools children sat and circulated comfortably in their classroom. 
They were communicating with their teachers and classmates in a relaxed manner, 
which shows that they are relaxed in their environment. In both schools, the class 
decoration was changed to serve for special occasions such as Christmas, Halloween, 
New Year etc…, the bulletin boards were changed based on the themes week after 
week. Both schools are equipped with an elevator. This is an important feature 
considered for students who may have a physical disability. 
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School A: In School A the classrooms are spacious: about double the size of 
classrooms in school B. They are fresh painted and colorful. Each class has two 
boards, a projector and a wide screen. The teacher has her own desk and PC 
connected to the internet, E-beam, and a printer. The classrooms are connected to the 
administration offices through an interphone. The teacher is given freedom to 
decorate the classroom. Each classroom has between 21 and 22 students.  
The spacious classrooms allow students more room to move and more 
activities to take place in the classroom. The floor is covered with two carpets (blue 
or red) to allow students to sit comfortably on the floor. They have a carpet area 
where they can sit to read next to their classroom library which consists of book 
shelves fitted with trays holding reading books. Each tray carries a letter identifying 
a reading level. Students were observed reading at least 30 minutes a day. Teachers 
also use the carpet area when they need to explain a new concept or to conduct 
activities that require more space. The second half of the classroom is allocated for 
their desks. The teacher arranges them in a way that fits the teaching style. In the 
observed classes, the desks were grouped together in geometric shapes such as 
squares and hexagons with students seated in groups of 3 or 4. This dynamic 
configuration of the classrooms provides renewed environment that feels refreshing 
and appealing to students. The name of each student is taped on the side on his/her 
desk.  
School B: In comparison to School A, the classrooms in School B are less spacious 
and tend to be more static. The classroom fits 18 students. Students do not have 
enough space to circulate flexibly. The class has 1 board and is equipped with an 
Ebeam (interactive board). Each teacher has a laptop. Desks are arranged in a U 
shape or students are seated by 2s. The classroom consists of a library but has a 
 32 
 
limited number of books. During the week of observations, it was noted that students 
spent more time doing activities from their workbook and spent less time reading at 
the library.  
 
4.1.1.3- Parental Involvement 
School A: Parental involvement is another aspect that was observed. Teachers and 
the administration encourage the parents to attend children’s special events, to get to 
know their friends, and to volunteer for the activities that need parental support. 
Homeroom parents were observed helping the teachers in specific activities such as 
handwriting. Also parents’ representatives were observed to handle general activities 
at each grade level. 
School B: Parental involvement is an aspect that was not seen by the researcher 
during the week of observation. Teachers do not have homeroom parents, or parents 
who volunteer. Teachers interviewed, however, noted that parents are involved when 
asked to attend a celebration or a meeting.  
 
4.1.2- Homeroom Teachers 
 The sample was composed of 14 homeroom teachers: 10 from School A and 
4 from School B. All the teachers in both schools are females. The average age in 
school A is 37.8 and in school B is 32.7. The years of teaching experience in 
Lebanon, for teachers in both schools is on average 11 years and less, except 2 cases 
out of 10 in school A of teachers with experience more than 11 years. Seven out of 
10 teachers in school A lived abroad compared to 2 out of 4 in school B. Four out of 
10 in school A had pre-service training none in school B. Two out of 10 teachers in 
school A had post service training; all school B teachers had post service training. 
All teachers have taught MDC students except for 1 in school A. Five out of 10 in 
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school A said they can teach MDC effectively compared to 3 out of 4 in school B. 
Four out of 10 of teachers in school A said they have sufficient school resources, 
compared to 2 out of 4 in school B. Teachers in both collaborated with MDC parents 
except 1 in school B. All teachers in school A said they communicate with parents as 
much as needed, whereas only 1 teacher in school B communicated as much as 
needed, and the remaining 3 said they communicated rarely. As for inclusion stance, 
4 out of 10 teachers in school A were in favor of inclusion while 6 were in favor of 
conditional inclusion. This compares with all teachers in school B being in favor of 
inclusion.  
 
4.1.3- Academic Support Team (AST) 
 School A has 3 Academic support teachers while school B has 4. In school A 
there is 1 male and 2 females; school B has 4 females. The age group for school A 
ranges between 25 and 51, whereas in school B the average age is much lower with 3 
below 30 and 1 below 35.  The work experience in school A is 6 years for one AST 
and the other two more than 10 years; in school B three have experience below 5 
years and one who is a speech therapist has over 12 years experience. For exposure 
to international experience all AST at school A have had this exposure abroad, while 
at school B only one has had it. The level of education for school A is post-graduate 
for all AST. For school B, only 2 out of 4 have had post-graduate experience. Two of 
school A’s AST have pre-service training, without post-service training and the third 
has only post-service training. For school B all its AST have had pre-service training, 
and only one has had post-service training as well. For their stance of inclusion on 
MDCs the attitude is positive for all ASTs in both schools. There is consensus by 
ASTs in both schools that MDC’s children can perform in both one on one and small 
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groups. All ASTs in school A believe that MDCs grade level attainment depends on 
many factors of which one is the level of disability. By contrast, in school B 3 out of 
4 ASTs believe that MDCs can achieve grade level attainment, and only one believes 
that such attainment depends on many factors of which one is the level of disability. 
 
4.1.4- Coordinator 
 By definition as School A does not have an inclusion program it does not 
have a coordinator for special education. School B has one, who is 35 years old and 
holds a post-graduate degree in special education. She has worked and lived abroad; 
but when asked about her years of experience she declined to answer.  
 
4.1.5- Elementary Counselors 
 The elementary counselor in school A is a female who is 35 years old, with a 
BA in counseling and an MA in educational management, emphasis special 
education. The counselor in school B is a much younger female who is 23 years old; 
she holds a BA in clinical psychology and is working on her MA degree. She is also 
attending a psychotherapy program. Both of them have not lived abroad. 
 
4.1.6-Principals 
 Both principals are males. In school A he is 39 years old and hold an MA 
degree in Education Administration. The principal in school B is 46 years old; he 
holds a BA in Applied Mathematics, an MA and a PhD in Management. According 
to the latter the education side “came from practice”. Both principals have lived and 
worked abroad.  
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4.1.7-Parents 
 The total parent population in school A grade levels 2 & 3 is 168. In school B 
the total parent population from grades 2 & 3 is 72. The total number of respondents 
from school A is 55. The response ratio is 32.7 % in school A and 22.2 % in school 
B. Secondly the language used in the response was almost entirely in English in 
school A, specifically 51 out of 55; this compares to 8 out of 16 in school B, which 
means that the response in English to Arabic is evenly divided. The average age of 
the parents is about the same in both schools, in school B slightly younger. Forty-
nine out of 55 (89.1%) respondents in school A are females, as compared to 12 out of 
16 (75%) in school B. Five out of 55 of school A parents reported they have children 
with MDC while, i.e. an average of 9.1 %, as compared to only one of sixteen or an 
average 6.3 % in school B. For the level of education in school A, 52 out of 55 are 
university graduates, an average of 94.5 %. More than half of these parents or 29 out 
of 55, an impressive average of 52.7 % of the total, hold post-graduate degrees. This 
compares with 5 out of 16, or 31.2 % for the number of holders of post-graduate 
degrees in school B, with all its parent population being a university graduate.  
 
Table 1.1:  Parental Habitus 
 School A 
(in %) 
School B 
(in %) 
Response Ratio 32.7  22.2  
Female 89.1  75  
MDC 9.1  6.3  
Level of University 
Education 
94.5  100  
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Post Graduate Degree 52.7  31.2  
MDC Inclusion Stance 
   With 
   Conditional 
   Against 
 
60  
22 
18   
 
60 
20  
20  
Knowledge of School 
Inclusion 
   Yes 
   No 
   Do not know 
 
 
23.6 
45.5  
31.4 
 
 
44  
37  
18.5 
Knowledge of MDC in 
Class 
Yes 
   No 
   Do not know 
 
 
25.4 
41.8 
32.8 
 
 
62.5 
31.2 
6.3 
In Favor of MDC Friend 
   With 
Conditional 
   Against 
 
63.6 
25.5 
10.9 
 
75 
--- 
25 
 
4.2- Analysis 
4.2.1- Homeroom Teacher Analysis 
From the description of the sample it appears that the teachers in school A are 
slightly older than B (37.8 to 32.7 years). One of the themes identified in the course 
of this research was the importance and effectiveness of training. To adapt to 
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inclusive education, Bourdieu’s habitus and Bronfenbrenner’s ecology need the 
support of well trained and qualified staff. From Bronfenbrenner’s ecology 
perspective (1992) the classroom teacher can be considered to be central to the 
ecosystem’s micro-system and meso-system which interact directly in the child’s life 
to help shaping inclusion. Their training and qualifications therefore matter. Our 
results show teachers in School A to have had an average of 7 years of experience 
teaching in Lebanon as compared to just under 10 years for teachers in School B. 
Teachers in school A have slightly higher qualifications than B (8 out of 10 
compared to 2 out of 4 with post graduate degrees); and finally school B whose 
mission is to include and whose teachers have had no pre-service training have all 
been required to have post service training. This reflects on their more positive 
stance to inclusion. It was also noted earlier that Forlin et al., (2009) found that the 
group of teachers who held a post-graduate degree was significantly less positive and 
displayed the lowest levels of improvement following training. Our findings differ 
from those of existing literature in that school A teachers, with post-graduate 
degrees, were found to be positive to inclusion. By comparison school B, which 
supports post-service training in the field of MDC, teachers’ post-service training 
seemed to be a factor that influenced positive change; and one of the two teachers 
with post-graduate degrees stated she became more effective, while the other found it 
tiring.   
Another theme that the study has revealed is that of cultural capital. Cultural 
capital, which has been accumulated in one environment, in this case Western 
societies, impacts acceptance and perception of inclusion of MDC. For instance, the 
study reveals that there is a consensus amongst teachers from school A who have 
lived abroad (in Western societies), some of whom have also taught abroad, that 
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Western societies are more adapted to accept MDC and have better focused 
educational systems. This is expected as educational systems in these countries (USA 
and Europe) have laws that require them to cater for MDCs, for example the No 
Child Left Behind program in the USA. For instance one teacher who is in the age 
group of 51 years & above, with a post graduate degree, and who taught in a Western 
school states that “outside educational systems have more resources for the child, 
and everything they need for the child to succeed…teachers have all the assistance 
they need for example if a child requires assistance because of a physical disability 
he will have help and if it’s reading he will have someone to read with him and 
attend to his needs”.  Another teacher from school A who has had training in a 
western country insists that the educational system outside Lebanon is better 
focused: “they are more equipped and the teaching staff is more qualified. I come 
from abroad and I was trained for teaching these kids; here I don’t know if the 
teachers are trained”. Another teacher from school B who has lived abroad stated 
that, systems outside Lebanon “have more inclusion, more awareness, and more 
workshops. Here we struggle with training and proper workshops. The idea of 
inclusion in Lebanon is very primitive”. Lebanon’s cultural capital according to the 
assessment of these teachers is inadequate to embrace effective training and 
inclusion of MDCs. 
The comparison of the inclusion stance for the 2 schools is interesting. In 
school A less than half of teachers have had pre-service training (4/10) and only 2 
out of 10 have had post-service training in the field of teaching MDC. Less than half 
of these teachers (4/10) were in favor of inclusion unconditionally with the 
remainder in favor but with conditions. By contrast, in school B whose teachers have 
all had post service training, albeit none have had pre-service training, and being 
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younger as an age group, have responded universally in favor of inclusion. In both 
schools also, those teachers who have had either pre-service or post-service training 
have confirmed they can teach MDC effectively.  
This does not diminish the value of the effectiveness of the curricula adopted 
by both schools in developing cultural and social capital. As noted in the school 
curriculum section above, curricula in these schools focused on character building 
and character education, in addition to focusing on instilling virtues such as 
tolerance, respect, empathy, etc.  
 The theme of economic capital is also one of the important factors that can 
enhance effective inclusive habitus. Economic capital is captured by the availability 
of resources needed to support MDC training and to provide a favorable physical 
environment. The study found that there was a consensus amongst school A teachers 
that they need more resources and more training to be able to support MDC, and that 
these resources are not available at the school. Whereas teachers at school B, 
committed to inclusion, felt that resources are available and the school provides 
whatever they need to support them. However, they felt they had physical limitations 
in view of the generally small size of the classes.   
 On the issue of whether age matters with respect to the sentiment of teachers 
to dealing with disabled children as well as to inclusion, contrary to findings of 
Forlin et al., (2009) discussed in chapter II, the issue of age does not seem to be 
conclusive. It was found that the two youngest teachers and 2 out of the 3 eldest 
teachers in school A were in favor of inclusion only subject to conditionality: it so 
happens that these teachers were Lebanese who were not exposed to the Western 
educational systems that cater for MDC mentioned above, and they lacked the 
needed training. 
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All teachers in school A felt that parents of the MDC students’ involvement 
is a key factor, and that parents of the disabled child should communicate regularly 
with the teacher. They felt that inclusion could proceed only if resources are 
available and teachers are properly equipped to deal with MDC. However, teachers 
think that the parents of regular students are not aware of the benefits of inclusion. 
Most parents according to teachers do not understand the difference between the 
types of disabilities. For example one teacher at school A states “if we say their child 
needs help, they might think the child is retarded and this goes back to the culture”. 
In school B teachers also note that parents are often in a state of denial and as such 
are not involved in assisting the school with inclusion. Parents’ involvement in 
inclusion at school B is apparently done indirectly through the coordinator and not 
directly by the teachers. This again exposes deficiency in acquisition of cultural 
capital of parents. 
 
4.2.2- Academic Support Team (AST) Analysis 
 The analysis of AST’s is divided into two components: their training and 
stance on inclusion. In school A are older than school B and all have higher post-
graduate degrees and have all lived abroad. Whereas in school B the level of 
education is lower with only 2 out of 4 having had post-graduate training. What is 
interesting is that all AST’s in both schools have had pre-service training except for 
one (who has instead had post-service training). As for their stance on inclusion, all 
are for inclusion and all believe that MDCs can work one-on-one and in small 
groups, but the main difference is that in school B 80% of ASTs believe that MDCs 
can attain grade level requirements as the school pursues the inclusive model. ASTs 
in school A, by contrast, believe that grade level attainment is only possible if certain 
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conditions are available along with the level of disability which is the main 
component.  
The interview questions reveal this differentiation between both schools. For 
example one AST member in school A, that does not have inclusion policy, said “I 
think our ultimate goal is including the mildly disabled kids in regular classrooms, 
and I think that’s why I have made a shift this year not to pull out the kids from their 
classroom, because you might stigmatize them and make them feel not competent and 
good enough”. By contrast one AST member in school B states that the school 
pursues an inclusion program: “we have in-class support when the special educator 
is with the homeroom teacher, and we have out-of-class support whereby we modify 
the content and select less objectives for the students depending on the assessment 
report”.  In both schools the ASTs support the homeroom teachers. However in 
school B they go as far as providing an individualized educational plan (IEP). Both 
schools have their ASTs collaborating with parents by giving them advice regarding 
reading & building math skills. For example, an AST in school A states that “some 
parents are challenging; with other parents we feel we are working with them as 
partners”. Another AST member in school B explains the support of schools parents 
as follows: “we provide parents with support during the parent-teacher meeting ad 
then we meet one-on-one to keep them updated especially when they follow the IEP. 
We give the parents guidelines for them to know what to do at home and they have 
the objectives from the IEP as well”. Both school ASTs feel that their schools are 
supportive. One interesting approach used in school B is that the ASTs hold group 
sessions “to raise awareness in case they (regular students) bully a child with mild 
disability”, and they also meet with parents.  
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The two schools appear to be conscious of the importance of building the 
interrelated concepts of linguistic, cultural and social capital. The programs they 
offer can help overcome the constraints imposed by the social backgrounds of some 
students. They may also help overcome the possibility of existence of class 
inequalities amongst these students, and therefore are likely to help lower class 
students to avoid failure as described in Bourdieu’s perception of cultural 
reproduction, which is based on class inequalities. For example school A, which 
follows a child centered constructivist and holistic approach based on the American 
National Standards, overseen by the American National Standards Institute (ANSI) 
Committee on Education. The purpose is to help students irrespective of their 
economic capital and habitus to succeed equally. The individualized educational plan 
(IEP) in school B, which also pursues a holistic approach, caters for students 
irrespective of their backgrounds or abilities.  
Finally on the question of the important elements for a successful inclusion, 
school B is confident that with their qualified teachers and modified curriculum 
(IEP) and having a coordinator for inclusion and support program, they have the 
necessary elements for successful inclusion. It seems school B emphasizes programs 
and teachers’ qualifications over parental involvement (PI).  
This deficiency is further amplified when we look at the broader environment 
of school B. Despite all attempts at communicating with parents of school B, there is 
a feeling that society and parents of regular students are not totally supportive of 
these programs. For example one AST in school B criticizes the habitus: “acceptance 
is one of the most important things to succeed in your mission. Sometimes I say the 
problem is not the child but the parents”. Another colleague of  hers also confirms 
the view: “the more acceptance we have from society the better it will be”. In 
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contrast, school A’s ASTs and program stress the importance of collaboration with 
parents. This goes to the extent of having homeroom parents assigned to each 
classroom as discussed earlier.  
 
4.2.3- Coordinator 
The school B coordinator experience with inclusion abroad is that there is 
more awareness and there is proper training, whereas in Lebanon, she claims: “the 
idea of inclusion here is very primitive”. According to her, in school B, they have a 
program for screening general education students for any sign of learning disability. 
Then, they try to implement certain intervention and check if it is working out or not. 
If it is not, they readapt the intervention. The screening is based on class observation 
and screening tests, to check if there are signs of special needs. The tools used for 
screening include Brigance, a tool that assesses students’ strengths and needs in the 
classroom. Then they proceed with discussing the issues with parents and discuss the 
child’s microsystem, which according to Bronfenbrenner consists of the teacher, 
parents, school counselor and classmates (see Figure 1.1), based on which learning 
happens. They keep track of the students’ progress based on their performance in 
regular assessments. 
 According to the coordinator, some of the intervention program is 
differentiated and some of it is specialized, i.e. tailored to the child’s needs; and 
sometimes, the intervention is a combination of both. The standards of the 
intervention are altered to fit the degree of difficulty, as a child might not be able to 
fulfill it. The school conducts the intervention built around the child’s habitus. A 
differentiated intervention for each child combines the views of the teacher, the 
support teacher, the head of section, the parent and the counselor.  Parents are 
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involved even at early stages of observation. The counselor often finds the reaction 
of parents to be uncomfortable and stressed. The support teachers are divided into 
groups depending on their qualifications, years of experience and the passion of the 
teacher, and are assigned their duties.  
 The inclusion program according to the coordinator started 6 years ago at 
school B, but over the years they have found that there is a better level of acceptance 
by the school’s community, i.e. its habitus. As mentioned in the findings above, in 
school B all homeroom teachers receive post-service training. This is because as the 
counselor explained, all their teachers hold a university degree and a TD (Teaching 
Diploma), but they do not have the needed training. The inclusion process of parents 
is conducted in a contractual arrangement following the necessary interviews with 
the child and the parents to consider the child for admission. The contract is 
effectively an action plan that both the school and the parents have to follow, a copy 
of which is kept by each party.  
 
4.2.4- Elementary Counselors 
 The analysis of Counselors revolved around the methods they employed to 
deal with MDC cases. What is interesting in the observation made by the counselor 
of school A is that the homeroom teachers are encouraged to observe and use 
checklists which are related to a specific disability, and will be saved in the shared 
folders for all engaged parties to access them at any time. Despite not having an 
inclusion program at school A, the counselor meets with the parents and fills in a 
questionnaire about the history of the child, she may then conduct further testing and 
observations, to finally decide if she needs to apply the RTI model (Response To 
Intervention) which is based on an early intervention with some modifications for the 
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child, differentiated instructions, and some intensive care conducted usually for 
periods of 4 to 6 weeks. If the counselor finds the child is not responding then s/he is 
referred to an outside psycho-education global assessment specialist. The specialist 
recommendations are then applied.  
School A’s counselor was also a very strong advocate of inclusion for all 
students in the LRE (Least Restrictive System). She referred to the No Child Left 
Behind program in the States, which she described as being “very nice and idealistic 
to say that we want to include all children in the same classroom”. She felt however 
that each society has its own peculiarities: “you have to look at the whole community 
and how things work; and then to decide to include all the children we have to ask if 
we all the resources to cater for their needs are available. If we do not have these 
resources we will be doing them harm”. What school A has apparently is a child-
centered approach based on differentiated instruction and curriculum, co-teaching 
and collaborative methods in the classrooms with academic support and counselors 
working all as a team. Inclusion for school B counselor appeared to be more of the 
type that they have to alleviate the fears of parents who may object to inclusion, and 
to explain to rights of MDCs to such education. What transpires from the interview is 
that the counselor in school B did not proceed beyond pacifying parents to rise to the 
challenge of involving the parent as a partner. 
 
4.2.5- Principals 
 Both principals agree that educational systems in the West in which they 
worked are better focused on dealing with MDCs. Both agree that their problem with 
inclusive education is a problem, as the principal of school A puts it, “really more of 
funding issue than of training”. Here again, the issue of economic capital and 
availability of resources crops up. In school B the principal voices his satisfaction 
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with their experiment over the years, with the transition of parents inclusion stance 
from being negative to becoming now both parents and the school ready to support 
it. For both principals the definition of MDC is similar. Basically it means for 
principal of school A “a child that we can service within our current program” and 
for principal of school B “it is everything that can be managed in class”. On their 
personal opinions about conditions necessary to promote inclusion both principals 
are in agreement; school A principal feels that “teachers have to be willing and open 
to educate”. School B principal says “you cannot include if the teacher does not 
believe in inclusion”; and also that universities do not have appropriate programs for 
teaching students with special needs. This is why school B emphasizes post-service 
training. They both feel that it is important that the teacher is recruited based on the 
philosophy of inclusion if it is to work. School B principal adds that preparing the 
community to fit in this philosophy is crucial for the success of inclusive teaching. 
Therefore, what both principles are arguing for without using the theoretical 
terminology, is having the habitus and ecology which might extend beyond 
Bronfenbrenner’s outer circle of community, professionals, NGOs and schools to the 
outer boundaries of the ecosystem which cover political issues, economic factors, 
government structures and cultural values (see Figure 1.1).  
 
4.2.6- Parents of both schools 
 A general observation on the parent sample is that the average level of 
education in school A is higher than that of school B. In school A, out of the total of 
N= 55 responded to the questionnaire, out of which 51 responded in English and 4 
responded in Arabic. In school B with a total N= 16 respondents, 10 answered in 
English and 6 in Arabic. 
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 Based on Table 1.1 (Parental Habitus) the responses of school A’s parents is 
higher, at 52.7%, than those of school B’s, at 22.2%. Both samples are academically 
trained, 94.5 % in school A compared to 100% in school B; but in school A, the 
proportion of those holding post-graduate degrees are higher with 52.7% compared 
to 31.2% in school B. The MDC inclusion stance of parents is almost exactly the 
same in both schools. In both samples, 60% were in favor of inclusion, with the 
remainder divided almost evenly between those who are against and those who are 
conditionally with. For the question that asks about their knowledge of whether or 
not the school includes MDCs, only 23.6 % of school A parents were aware of such 
inclusion; in school B 44 % knew about this policy, while as many as 37.5 % were 
not aware of such an inclusion policy, and the rest did not know. This result is not 
compatible with the statement of school B’s Principal that after 6 years of the 
school’s declared policy of inclusion, parents became fully aware; it is also 
indicative of the existence of weaknesses in the links of the constituents of the 
habitus, and that there is more work to be done to create such a habitus, to upgrade 
the linguistic, social and cultural capital.  
 Even though parents in school B lacked awareness of the school’s inclusion 
policy, their knowledge of the existence of MDCs in their children’s classrooms is 
evident: 62.5 % of these parents are aware of this against 31.2 % who said there are 
not any, and the remainder do not know if such inclusion exists. This compares with 
school A which has no declared policy of inclusion, and as such one expects these 
parents not to know of the existence of MDCs in their children’s classrooms. This 
expectation was supported by the results: only 25.4 % had knowledge of MDC 
and41.8 % had no knowledge and 32. 8 % did not know either. This observation does 
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not contradict the fact that parents in school A were highly involved in classroom 
and school activities, adamant it does not possess a declared inclusive policy. 
A final significant finding is that in both schools parents favor their children 
having MDC friends. The responses regarding preference of having MDC friends for 
their children revealed that in school B with the declared policy, there was a higher 
ratio of 75% of parents in favor versus 25% of parents not in favor. In school A the 
ratios were 63.6% in favor, 10.9% against, and 25.5% conditionally with. This latter 
finding can be interpreted in that the majority of both schools parental habitus are in 
favor of their children having MDC friends. This indicates that the cultural habitus, 
and “cultural values” in part of Bronfenbrenner ecosystem are ultimately inclined to 
inclusion.  
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Table 1.2: Distribution of Parents’ Response to Conditions of Inclusion 
 Definition of 
Inclusion 
Class 
Inclusion 
Approval 
Level of 
Communication 
with Homeroom 
Teacher 
Rating 
Performance of 
Homeroom 
Teacher 
School A 
(Total 
numberof 
parents =55) 
 
 
12=Special 
Support 
11=NA or 
Uninformed 
Answers 
5=Researcher’s 
Definition 
6=Does Not Meet 
Academic 
Expectation 
16=Mental/ 
Physical 
Limitations 
5= ADD/ADHD 
NO= 11 
YES= 43 
NA= 2 
0= Poor 
7= Acceptable 
23= Good 
25= Excellent 
0= Poor 
3= Acceptable 
16= Good 
36= Excellent 
School B 
(total number 
of parents = 
16) 
 
3=Researcher’s 
Definition 
2= NA 
9=Physical 
Handicap 
5= No 
1= NA 
10= Yes 
3= Poor 
6= Acceptable 
7= Good 
0= Excellent 
0= Poor 
2= Acceptable 
11= Good 
3= Excellent 
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 2=Retarded/ 
Mental 
Malfunction  
 
 School A’s parents’ responses to the definition of inclusion are not 
homogeneous, but illustrate individuality of respondents. Eleven of the total 55 
respondents’ definition may be discounted for not giving a response, or for being 
uninformed: 5 had no answer; 3 were not sure; 1 wrong lifestyle; and 2 normal 
children. The remaining 44 respondents provided their own variant of the 
researcher’s definition, with only 5 adopting the latter. Significantly, 43 respondents, 
or 78.2% of total, approved of inclusion. This goes in tandem with the parents’ 
approval rating of their ability to communicate well with teachers: 48 parents, or 
87.3% of total, assessed it to be good to excellent, with the remaining 7 finding it 
acceptable. Their rating of the performance of the teachers was also favorable with 
53 of them, or 94.4%, considering it good to excellent, and the majority was on the 
side of the excellent (36). These results again support the view that even without the 
school adopting a declared policy of inclusion the habitus is responsive to it.  
 The quality of communication in both schools with homeroom teachers (see 
Table 1.2) testifies to the existence of Bourdieu’s linguistic capital, and 
competencies. Specifically, it “derives its particular form from the objective relation 
between the corresponding languages or usages, that is, between the group who 
speak those languages” (Bourdieu, 1991, p. 504). This is further verified by the 
parents in the two schools’ positive rating of homeroom teachers (see Table 1.2). 
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CHAPTER FIVE 
CONCLUSION AND RECOMMENDATIONS 
 
5.1- Introduction 
 
This study investigated the experience of including mildly disabled children 
in mainstream schools in Lebanon. It examined whether the changing of habitus 
through a process of participation and cooperation amongst parents, teachers, and 
school administration serves the inclusion process of MDC into mainstream 
classrooms in Lebanon. It also considered the level of training received by teachers 
in these schools, level of their qualification and their commitment to inclusion. A 
qualitative approach was used to compare the process of inclusion in two private 
schools. In one of them inclusion has been implemented while the second school 
admits some cases of MDC without openly implementing the practice of inclusion. 
It is premised on the idea that disabled children are generally ignored, excluded, and 
marginalized in the educational habitus in Lebanon. Bourdieu’s habitus and 
Bronfenbrenner’s ecology in the two schools, as qualitatively analyzed above 
provide the basis of the response to the study’s question pertaining to the extent to 
which the targeted schools and their habitus are supportive of the inclusion of MDC. 
This habitus/ecology consists of parents, teachers, administration and students.  
 
5.2 – Conclusion  
 The results of the research indicate that parents’ linguistic capital is 
distributed unequally between the two schools. Parents of school A possess higher 
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education levels than those of school B. However, all school B’s parents were 
academically equipped. This does not say much, however, about their class 
backgrounds. The level of education alone need not provide them with social 
competence, and by extension social power, through legitimate language. The 
acquisition of legitimate language requires social capital, which may be acquired 
through parental involvement (PI) in both schools. Once acquired, such language can 
play a pivotal role in the future development of the educational system and in 
transforming the two schools into successful inclusive environments. The findings 
also show parents of both schools having equally positive distribution of MDC 
inclusion stance and of having MDC friends with their children. This positive 
inclination provides the starting point for the necessary future transformation.  
 There is consensus amongst teachers in both schools that the idea of inclusion 
in Lebanon remains primitive. They all seem to agree that educational systems in 
Western countries, in which some of them were either trained or worked, are better 
focused and have more resources assigned to support inclusion.  However, when 
resources are made available to support inclusion and cultural capital is provided to 
teachers, it is more likely that teachers may be able to participate in developing the 
process of inclusion. When both schools are compared, school B teachers said that 
the resources are available “if” they ask for them; whereas in school A which does 
not have a proclaimed inclusion program, resources appear to be available and 
therefore parents in this school are more involved. The better level of parental 
involvement witnessed in school A makes this school standout when compared with 
school B. 
The analysis of homeroom teachers concurs with a study conducted by Forlin 
et al., (2009) which found that the group of teachers holding post-graduate degrees 
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was significantly less positive to the concept of inclusion. In school A 80% of the 
sample teachers held post graduate degrees, whereas in school B only 50% held post 
graduate degrees. Douglas (1996), Johnstone (2005) and Türkoğlu (2007) identify 
the lack and insufficiency of teachers’ training to be a barrier and an obstacle to the 
successful implementation of inclusion. With all school B teachers having been 
required to have post-service training, it appears that having post-graduate degrees 
does not necessarily influence positive attitudes towards MDC inclusion. Post-
service training per se seems to be a major factor in influencing teachers’ attitudes. 
Teachers in both schools who have had pre-service or post-service training are all in 
agreement that they can teach MDC effectively. However, what the study has 
revealed is that even in a school which professes to have an inclusion policy in place, 
only 44% of sample parents know of the school’s inclusion policy, and only 62.5% 
have knowledge of MDC being in class. This finding indicates more work needs to 
be done on the part of school B to develop parental involvement that specifically 
contributes to inclusive education. Bourdieu (1991) considers that there exists a 
direct relation between power and linguistic capital. He conceives language to have a 
social role. However this study recognizes parental involvement to be crucial to 
acquisition of Bourdieu’s power and linguistic capital which stood out in the habitus 
of school A, and its strong parental involvement. In other words, this relationship 
may not need to run from Bourdieu’s acquisition of power and linguistic capital to 
parental involvement, but quite possibly in the reverse direction.  
This study has argued that the existence of Bourdieu’s habitus and 
Bronfenbrenner’s ecology are thought to bring about broad developmental, 
behavioral, and emotional outcomes. It has also argued that in order to serve the 
inclusion process of the MDCs in mainstream classrooms, the habitus/ecology need 
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to be changed through a process of partnership and cooperation amongst parents, 
teachers and school administrators. This process in not consciously conducted in 
school A as the school does not implement inclusion. However in school B that 
implements it, the results reveal that cooperation is limited amongst the three key 
players. In particular, parents’ involvement in inclusion at school B is controlled by 
the coordinator with the teacher given a secondary role.   
The academic support team (AST), coordinator and counselors in school B, 
believes that any inclusion program to be successful requires the involvement of the 
broader habitus with the immediate parties, which not only involves parents with the 
school parties but also the acceptance of the broader society. However, the fact that 
the inclusion process of parents is conducted in school B in a contractual 
arrangement between the school and parents according to the coordinator, contradicts 
the principal of involvement and acceptance that the school’s teacher have called for. 
The AST’s in school A emphasize this collaboration within the school system 
without involving the broader habitus of the child. 
Finally both school principals are in agreement that the problem with 
inclusive education is one of funding more than of training. They also agree that the 
teacher should be recruited on the basis of the philosophy of inclusion if it is to work. 
School B principal concurs with Bronfenbrenner’s position on inclusion namely, that 
if inclusion is to work, we need to prepare the community or the “circle of influence” 
in Bronfenbrenner’s ecosystem. This is particularly the case for children from lower 
social groups that benefit in the early phases of education but do not have the 
ecological/habitus social support. Finally both Bourdieu and Bronfenbrenner share 
the notion of discrete actions, which can initiate the process of shaping equitable 
educational attainment. Actions can start with society initiating change in a school. 
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Teachers can determine the environment within their classroom. Parents can also 
give their children their language, culture, and economic capital which can determine 
the way they approach education in a school as well as the way they are treated. 
 
5.3 – Recommendation 
 This study recommends that administrations of the two schools investigated 
get together and prepare a pilot IE program that the MOE would be willing to fund. 
The two schools can support the MOE to implement this program in a public school 
that has administration and teaching staff willing to work for inclusion. It would start 
with having some of the staff of the selected school taking pre-service courses. 
However, for the pilot program to work, parents of students of this school need to be 
involved and directed to its benefits. Social workers from the Ministry of Social 
work may be called upon to support this social orientation program. Once this pilot is 
successfully administered, the program can be broadened to cover broader sectors of 
the educational system, both in private and public schools. 
 
5.4 - Limitation and Implication for Future Research 
 The limitation of this study is that it was restricted to two private schools, in 
the same vicinity. The issue of inclusion in the public schools was not addressed. The 
methodology was qualitative in nature. To understand the cultural, economic, and 
social capital as well as legitimate language better, the social and class backgrounds 
need to be further studied to improve our understanding of habitus/ecology. Such a 
study may need to investigate the backgrounds of the sample constituting the habitus 
under investigation (social, economic etc...).   
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 Exclusion and marginalization of the disabled children, as discussed in this 
study, happen to be the status quo of the habitus in Lebanon. The two schools 
studied in this research reveal that awareness of inclusion, in its formative stage, is 
present in Lebanon.  
 
5.5 – Recommended Research 
 An exploratory research conducted in both schools may present a starting 
point that can be used to build on in other schools and also to be adopted by the 
Ministry of Education. This study has provided the ground-work on which future 
research, both qualitative and quantitative, can be conducted to deepen the 
understanding of the interaction of habitus with inclusive education in Lebanon. 
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Appendix II 
Parents’ Questionnaire (English Version) 
 
Please note the following definition of mild disability: It is a state of disability that 
may delay, but does not impair a child’s capacity to learn. A mild disability can be 
physical and/or developmental such as ADD - Attention Deficit Disorder, and 
ADHD – Attention Deficit Hyper Activity Disorder, mild cases of Autism, Deaf-
blindness, Developmental Delay, Emotional Disturbance, Hearing Impairment, 
Intellectual Disability, Speech or Language impairment, Orthopedic Impairment, 
Health Impairment…  
 
Part I: Applicable for ALL parents 
1- How old are you?  
25-30        31-35      36-40     41-45     46-50     51& 
above 
2- What is your Gender: 
Male  Female 
3- What is the level of your education? 
High School  4year BA/BS  MA  Ph.D. 
4- Have you lived abroad? If yes, where.  
–––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––– 
 
5- If yes, how does Lebanon’s educational system compare to the country where 
you have lived? 
––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––
––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––
–––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––– 
 
6- According to you what is a mild disability, and who is a child with mild 
disability?  
––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––
––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––
–––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––– 
 
7- What are your thoughts about having a child with mild disability with your 
child in the same regular classroom? If yes, what kind of disabilities 
 Yes                          No 
Elaborate: 
______________________________________________________________
______________________________________________________________ 
_____________________________________________________________ 
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8- Do you know if the school of your child caters for children with mild 
disability? 
______________________________________________________________
______________________________________________________________ 
 
9- Do you know if you child’s classroom has children with mild disability? 
______________________________________________________________
______________________________________________________________ 
 
10- What are your thoughts about your child having a mildly disabled friend? 
Yes  No 
Elaborate: 
––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––
––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––
–––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––– 
 
11- Would you like to attend meetings to learn more about including mildly 
disabled children in regular classrooms? 
If Yes, explain: 
__________________________________________________ 
If No, explain: __________________________________________________ 
______________________________________________________________ 
 
12- How often are you willing to attend those meetings? 
______________________________________________________________ 
 
13- Do you volunteer in classroom activities?  
If Yes, specify: ______________________________________________ 
If No, specify?   _________________________________________________ 
____________________________________________________________ 
14- Rate the level of communication that you have built with your child’s teacher 
through e-mails, letters, phone calls, meeting, etc… 
Poor  Acceptable  Good  Excellent 
Elaborate: 
______________________________________________________________
______________________________________________________________ 
 
15- Rate the performance of your child’s homeroom teacher: 
Poor  Acceptable   Good  Excellent 
 100 
 
Explain: 
______________________________________________________________
______________________________________________________________ 
16- Rate the level of communication that you have built with your child’s 
Elementary principal through e-mails, letters, phone calls, meeting, etc… 
Poor  Acceptable  Good  Excellent 
Additional comment: 
______________________________________________________________
______________________________________________________________ 
 
17- Have you had any encounters with any of the following specialists? 
If yes, please put a check if applicable in the below table. 
If no, put NA. 
 
 
Additional comment: 
______________________________________________________________
______________________________________________________________ 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 Special 
Educator 
Counselor Occupational 
Therapist 
Speech 
Therapist 
Poor     
Acceptable     
Good     
Excellent     
 101 
 
Part II- Applicable only for parents of students with mild to moderate learning 
disability 
18- Specify the age of your child: 
19- Gender of your child: 
Male   Female 
20- Name of the child’s school: 
 
21- Please specify the kind of disability your child has: 
––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––
––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––
–––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––– 
22- What are your thoughts about place your child in an inclusive setting (regular 
classroom) vs. a self-contained classrooms (a special school for students with 
special needs)? 
Yes  No 
Explain: 
______________________________________________________________
______________________________________________________________ 
 
23- How does the school cater to the needs of your child? Elaborate 
––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––
––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––
–––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––– 
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 III xidneppA
 )noisreV cibarA( eriannoitseuQ stneraP
 استبيان موجه الى الأهالي
جى الانتباه إلى التعريف المعتمد في الدراسة للأطفال ذوي الاحتياجات الخاصة يمكن أن تكون هذه ير
، توحد، صم )DHDA/DDA(الاحتياجات الخاصة جسدية واو عضوية مثل قصور في الانتباه وحركة زائدة 
اجة خاصة قد تأخر وبكم، تأخر في النمو، اضطراب عاطفي ونفسي، خلل سمعي، خلل في النطق، الخ..  إنها ح
 النمو على أنواعه لكنها لا تمنع الطفل من القدرة على التعلم.
 
 الجزء الأول
  ما هو عمرك؟ -1
  وأكثر.     12□    32 –30□     20 –10□    30 – 30□     20 –10□     30 –25□ 
 
  ما هو جنسك؟ -5
  ذكر□ أنثى       □   
 
  ما هو مستوى دراستك؟ -0
  دكتوراه□          AM□ AB/SB    سنوات     0□   دراسة ثانوية  □ 
  هل عشت في الخارج ؟ إذا نعم، أين ؟ -0
 ____________________________________________________________________
 ____________________________________________________________________
أنظمة التعليم خارج لبنان تهتم أكثر بالتعامل مع الأطفال من ذوي الاحتياجات  إذا نعم، هل تعتقدين إن -2
 الخاصة؟ 
____________________________________________________________________
____________________________________________________________________
  ____________________________________________________________________
 
  كيف تّعرفين الاحتياجات الخاصة؛ ومن هو الطفل ذو الاحتياجات الخاصة ؟ -3
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
 ____________________________________________________________________
 
  هل تمانعين في أن يكون الطفل ذو الاحتياجات الخاصة في نفس صف طفلك؟ -7
  كلا□ نعم            □   
 إذا كان الجواب نعم، توسعي بإبداء الرأي؟
____________________________________________________________________
 ____________________________________________________________________
 
  هل تعلمين إذا كانت مدرسة طفلك تستقبل أطفالا ًمن ذوي الاحتياجات الخاصة؟  -8
____________________________________________________________________
 ____________________________________________________________________
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  هل تعلمين إذا كان صف طفلك يضم أطفالا ًمن ذوي الاحتياجات الخاصة؟   ـ -9
____________________________________________________________________
 ____________________________________________________________________
 
  هل تمانعين في أن يكون لطفلك صديقا ًمن ذوي الاحتياجات الخاصة؟ -31
  كلا□   نعم            □     
هل توافقين على حضور اجتماعات للتعرف أكثر عن " دمج" الأطفال من ذوي الاحتياجات الخاصة في  -11
  ؟الفصول الدراسية النظامية
إذا نعم، اشرحي 
____________________________________________________________________
____________________________________________________________________
 ____________________________________________________________________
إذا كلا، اشرحي 
____________________________________________________________________
____________________________________________________________________
 ____________________________________________________________________ 
 
  ما هو انتظام اجتماعات " الدمج" التي أنت على استعداد لحضورها؟     -51
  فصلي    □ شهري             □  أسبوعي       □   
 
  هل أنت على استعداد للتبرع بالمساهمة بنشاطات الصف. -01
____________________________________________________________________
____________________________________________________________________
  ____________________________________________________________________
 
صنفي مستوى التواصل الذي تمكنت من تطويره مع مدرسة طفلك أكان بواسطة البريد الالكتروني،  -01
 المراسلات، التواصل الهاتفي، اجتماعات الخ ..
  ممتاز □  جيد           □  مقبول      □ ضعيف       □   
ء الرأي توسعي في إبدا
____________________________________________________________________
____________________________________________________________________
  ____________________________________________________________________
 
  صنفي أداء معلم (ه)  صف طفلك: -21
  ممتاز□ جيد         □ مقبول       □      ضعيف  □ 
اشرحي: 
____________________________________________________________________
 ____________________________________________________________________ 
ملاحظات إضافية: 
____________________________________________________________________
  ____________________________________________________________________
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  صنفي أداء معلم(ه) في التعليم العام: -71
  ممتاز□ جيد               □ مقبول             □  
 
  هل التقيت/تواصلت مع أي من الأخصائيين المذكورين أدناه؟ -81
  كلا□  نعم            □  
 
 إذا نعم، صنفي عملهم في دعم ولدك في الجدول أدناه:
 
 اختصاصي نطق اختصاصي مهني استشاري أستاذ  متخصص 
     ضعيف
     مقبول
     جيد
     ممتاز
 
 ملاحظات إضافية:
 ____________________________________________________________________
 
 الجزء الثاني: يعتمد من أهالي الأطفال ذوي الاحتياجات الخاصة
  حدد عمر طفلك؟ -81
 
  جنس طفلك؟ -91
  مذكر□  مؤنث           □  
 
  هل لديك طفل من ذوي الاحتياجات الخاصة الدراسية التي تصنف متدنية إلى متوسطة المستوى؟ حدد -35
  ـــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
  ـــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــــ
 
  هل تفضلين أن يكون طفلك في: -15
  في بيئة دامجة ضمن صف نظامي□ 
  في صف متخصص لذوي الاحتياجات الخاصة□ 
 
  هل تعمل المدرسة على الاعتناء باحتياجات طفلك الخاصة؟ إذا كانت تفضل ذلك؟ -55
أشرحي 
 ____________________________________________________________________
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Appendix IV 
Parents’ Letter 
 
Dear Parents,           
I am reading for a Master’s degree in early child education at LAU, and have 
developed a keen interest in studying the process of inclusion of mildly disabled 
children in regular classrooms in Lebanon. A mild disability can be physical and/or 
developmental such as ADD - Attention Deficit Disorder, and ADHD – Attention 
Deficit Hyper Activity Disorder, mild cases of Autism, Deaf-blindness, 
Developmental Delay, Emotional Disturbance, Hearing Impairment, Intellectual 
Disability, Speech or Language impairment, Orthopedic Impairment, Health 
Impairment… It is a state of disability that, may delay, but does not impair a child’s 
capacity to learn. This process has not been researched in Lebanon. I am, therefore, 
conducting research for an academic paper and hope to be able to count on your 
support. By sparing a few minutes of your valuable time you will be helping 
educators provide a better understanding of this topic.   
As a parent, your name will remain anonymous. I have chosen you because I trust 
that you will objectively reply to these questions and send them back to me. Kindly 
send back your replies by the ---- of ---------- at the latest. If you have any questions 
or need any clarification do not hesitate to email or call me. 
I am really appreciative of your participation and thank you in advance for your 
valuable time. 
Lara Andary (BA, Elementary Education, A.U.B.) 
2
nd
 grade Teacher.  
Email: lara.an@hotmail.com (Mobile: 03-212832) 
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Appendix V 
Administrators’ Interview Questions 
 
Please note the following definition of mild disability: It is a state of disability that 
may delay, but does not impair a child’s capacity to learn. A mild disability can be 
physical and/or developmental such as ADD - Attention Deficit Disorder, and 
ADHD – Attention Deficit Hyper Activity Disorder, mild cases of Autism, Deaf-
blindness, Developmental Delay, Emotional Disturbance, Hearing Impairment, 
Intellectual Disability, Speech or Language impairment, Orthopedic Impairment, 
Health Impairment….  
1- How old are you?  
25-30        31-35      36-40     41-45     46-50     51& 
above 
2- What is the level of your education? 
3- Have you lived abroad? If yes, where.  
4- If yes, do you feel the educational systems outside Lebanon to be better 
focused on dealing with disabled children? If yes, why? 
5- According to you what is a mild disability? 
6- According to you, who is a mildly disabled child in your opinion? 
7- How do you define inclusion of mildly disabled children in regular 
classrooms? 
8- What is the school’s policy regarding the process of inclusion? 
9- To what extent does your school provide learning support in inclusive 
settings? 
10- Do you believe that your school environment promotes inclusion? If yes, why 
and how? If no, why? 
11- Is your school able of including children with different types and degrees of 
learning disabilities? 
12- State your personal opinion about the necessary conditions to promote 
inclusion. 
 Relate to educational habitus, namely, school environment, teachers’ 
qualifications, parental support. 
13- Is your school providing homeroom teachers with necessary tools in order to 
support children with mild disabilities? (e.g. appropriate physical 
environment, educational tools, ongoing training, communication with 
parents, involvement of students in social programs with the disabled 
etc…).If yes, what are they? 
14- Is any sort of IQ score a requirement for accepting students? 
15- If yes (Q 8), does this mean your school has any written policy concerning 
children with learning disabilities? 
16- How do you see inclusion evolving? 
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Appendix VI 
Teachers’ Interview Questions 
 
Please note the following definition of mild disability: It is a state of disability that 
may delay, but does not impair a child’s capacity to learn. A mild disability can be 
physical and/or developmental such as ADD - Attention Deficit Disorder, and 
ADHD – Attention Deficit Hyper Activity Disorder, mild cases of Autism, Deaf-
blindness, Developmental Delay, Emotional Disturbance, Hearing Impairment, 
Intellectual Disability, Speech or Language impairment, Orthopedic Impairment, 
Health Impairment….  
 
1- How old are you?  
25-30         31-35      36-40     41-45     46-50     51& 
above 
2- What is your Gender: 
Male  Female 
3- What is the level of your education? 
4- Have you lived abroad? If yes, where.  
5- If yes, do you feel the educational systems outside Lebanon to be better 
focused on dealing with disabled children? If yes, why? 
6- According to you what is a mild disability? And who is a mildly disabled 
child? 
7- What your thoughts about including mildly disabled children in your regular 
classroom? And why?  
8- Have you had pre-service training in the field of special education? If yes, 
was it helpful to your practice? 
9- Do you attend post-service training in topics related to teaching and including 
children with disabilities? How often? 
10- Did you ever teach a student with a mild disability? If yes, please describe 
your experience.  
11- How effectively can you teach a child with mild disability? 
12- What do you think the needs of a teacher are (in terms of qualifications and 
training and parental support) to support inclusion of mildly disabled students 
in the classroom? 
13- Does the school provide you with sufficient resources to teach children with 
disabilities? (e.g. educational tools, ongoing training, communication with 
parents, involvement of students in social programs with the disabled etc…). 
Please explain  
14- What is the role of parents in supporting students with mild learning 
disabilities? 
15- Is there any kind of collaboration between you and the parents of the students 
with mild learning disability?  
16- How often do you communicate with parents? 
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17- Are parents contacted in case their child shows signs of a learning 
deficiency? 
18- Are you in favor of inclusion? Explain.  
19- State other elements that might be important for successful inclusion? 
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Appendix VII 
Counselors Interview Questions 
 
Please note the following definition of mild disability: It is a state of disability that 
may delay, but does not impair a child’s capacity to learn. A mild disability can be 
physical and/or developmental such as ADD - Attention Deficit Disorder, and 
ADHD – Attention Deficit Hyper Activity Disorder, mild cases of Autism, Deaf-
blindness, Developmental Delay, Emotional Disturbance, Hearing Impairment, 
Intellectual Disability, Speech or Language impairment, Orthopedic Impairment, 
Health Impairment….  
 
1- How old are you?  
25-30        31-35      36-40     41-45     46-50     51& 
above 
2- What is your Gender: 
Male  Female 
3- What is the level of your education? 
4- Have you lived abroad? If yes, where.  
5- If yes, how does Lebanon’s educational systems compare to the country 
where you have lived? 
6- According to you what is a mild disability? And who is a child with mild 
disability? 
7- What are your thoughts about including children with mild disability in a 
regular classroom?  
8- Have you had pre-service training in the field of counseling children with 
mild disability? Was it helpful for your practice? 
9- Do you attend post-service training in topics related to counseling children 
with mild disability? What are their frequencies? 
10- As a counselor, what do recommend for training for teachers to support 
inclusion? 
11- What kind of support do you provide teachers when they approach you for 
guidance, when it comes to teaching a child with a mild disability? 
12- What kind of support do you provide parents of students with mild 
disabilities? 
13- Does the school provide you with sufficient resources to create the necessary 
environment for children with mild disability? (e.g. appropriate physical 
environment, educational tools, ongoing training, communication with 
parents, involvement of students in social programs with the disabled etc…). 
Please explain.  
14- What is the role you propose for parents in order to support inclusion? 
15- What is the impact of inclusive education on the students?  
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16- According to you are there any other important elements for inclusion to be 
successful? Kindly clarify.  
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Appendix VIII 
 
Academic Support Team / Specialists Interview Questions 
 
Please note the following definition of mild disability: It is a state of disability that 
may delay, but does not impair a child’s capacity to learn. A mild disability can be 
physical and/or developmental such as ADD - Attention Deficit Disorder, and 
ADHD – Attention Deficit Hyper Activity Disorder, mild cases of Autism, Deaf-
blindness, Developmental Delay, Emotional Disturbance, Hearing Impairment, 
Intellectual Disability, Speech or Language impairment, Orthopedic Impairment, 
Health Impairment….  
 
1- How old are you?  
25-30        31-35      36-40     41-45     46-50     51& 
above 
2- What is your Gender: 
Male  Female 
3- What is the level of your education? 
4- Have you lived abroad? If yes, where.  
5- If yes, how does Lebanon’s educational systems compare to the country 
where you have lived? 
6- How long have you been working here? 
7- According to you what is a mild disability? 
8- How do you define inclusion of mildly disabled children in regular 
classrooms? 
9- Have you had any pre-service or post-service training in the field of teaching 
students with mild disabilities? 
10- Can you describe the methods you use to support children with mild 
disabilities? 
11- What are your thoughts about including children with mild disabilities in 
regular classroom? 
12- Do children with mild disabilities perform better in small groups or one-on-
one setting? Justify. 
13- Do you think that with the support you provide students with mild disabilities 
are more likely to be able to attain grade level expectation? 
14- What is the kind of support you provide teachers with? 
15- What is the kind of support you provide parents with? 
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16- What kind of support does the school provide you with, in case you are to 
work with a student with mild disability? 
17- State other elements that might be important for a successful inclusion. 
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Appendix VIIII 
Coordinator Interview Questions 
 
Please note the following definition of mild disability:  A mild disability can be 
physical and/or developmental such as ADD - Attention Deficit Disorder, and 
ADHD – Attention Deficit Hyper Activity Disorder, mild cases of Autism, Deaf-
blindness, Developmental Delay, Emotional Disturbance, Hearing Impairment, 
Intellectual Disability, Speech or Language impairment, Orthopedic Impairment, 
Health Impairment, etc…. It is a state of disability that may delay, but does not 
impair a child’s capacity to learn.  
 
1- How old are you?  
25-30        31-35      36-40     41-45     46-50     51& 
above 
2- What is the level of your education? 
3- Have you lived abroad? If yes, where.  
4- If yes, do you feel the educational systems outside Lebanon to be better 
focused on dealing with disabled children? If yes, why? 
5- Can you explain to me what your job is about? 
6- According to you what is a mild disability? And who is a mildly disabled 
child in your opinion? 
7- How do you define inclusion of mildly disabled children in regular 
classrooms? 
8- What is the school’s policy regarding the process of inclusion? 
9- What is the procedure you follow when a teacher refers a student, due to 
suspicion of mild disability? 
10- To what extent does your school provide learning support in inclusive 
settings? 
11- Do you believe that your school environment promotes inclusion? If yes, why 
and how? If no, why? 
12- Is your school able to include children with different types and degrees of 
learning disabilities? 
13- State your personal opinion about the necessary conditions to promote 
inclusion. 
 Relate to educational habitus, namely, school environment, teachers’ 
qualifications, parental support. 
14- Is your school providing homeroom teachers with necessary tools in order to 
support children with mild disabilities? (e.g. appropriate physical 
environment, educational tools, ongoing training, communication with 
parents, involvement of students in social programs with the disabled etc…). 
If yes, what are they? 
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15- How often do you meet with the support teachers and with the homeroom 
teachers? 
16- When do you ask parents for an assessment outside school? 
17- How do you support parents of students with mild disabilities? 
18- How often do you meet with these parents? 
19- Do you place students on probation if identified as mildly disabled? 
 
 
 
 
